The study used an adaptation of Provus' discrepancy evaluation model to evaluate a distance teacher education program in the University of Cape Coast, the premier teacher education institution in Ghana. The study involved comparing performance data of the program as perceived by students and faculty/administrators to standards prepared from the program's design. Performance data was obtained by administering two survey instruments to a random sample of students and faculty/administrators. Discrepancies between performance and standards were reported. The study concluded that although there were some discrepancies between program standards and performance the program is fulfilling its purpose of upgrading the professional and academic performance of a large number of teachers in the public K-8 schools in Ghana.
Distance Teacher Education at the University of Cape Coast, Ghana
Distance education (DE) as a complementary mode of delivery was initiated as an effort to overcome the challenges of access, equity, cost-effectiveness, and quality for higher education (Association for the Development of Education in Africa [ADEA], 2002; Perraton, 2000) . The suitability of DE for teacher preparation in particular is a topic of interest in many countries (Perraton, Creed, & Robinson, 2002; Shachar & Neumann, 2003) .
Ghana, like other industrialized and developing countries, relies on DE to augment traditional face-to-face methods of teacher education (Perraton, Robinson, & Creed, 2007) . Teacher preparation is well established in the country with 40 Colleges of Education that offer three-year postsecondary certificate "A" diplomas for teachers of basic education. Total annual matriculation of teachers from these institutions has been between 5,500 and 6,000 since 1995 (Akyeampong, Furlong, & Lewin, 2000) . However, there is an acute shortage of trained teachers, created by an expansion of pre-tertiary enrollments due to rapid population growth, the success of basic education reform, and the inability of Colleges of Education to produce the required number of teachers because of inadequate infrastructure.This shortage is not limited to Ghana but is prevalent in all countries of sub-Saharan Africa (DeJaeghere, Chapman, & Mulkeen, 2004 .
A study done in 2000 reported that to train all untrained teachers in Ghana by the year 2005 and to achieve a gross enrollment ratio of a hundred percent by the year 2010, the total number of new teachers required per annum would be from 13,000 to 16,000, and this output would have to be sustained up to the year 2010. Considering the current total annual output of trained teachers, meeting the demand for new teachers is a daunting task (Akyeampong et al., 2000; Akyeampong, 2001) .
To overcome the shortage of trained teachers, education policy makers decided to employ the mass-production potential of distance education, identified by Peters (1971) nearly 40 years ago. DE is therefore used for in-service training of active but untrained teachers and for professional upgrading of already trained teachers in K-8 schools (Perraton, 1993; Perraton et al., 2002; Robinson & Latchem, 2002; Saint, 1999) .
With the introduction of DE, the Ministry of Education (2002) intended to solve not only the shortage of teachers but also the high attrition rates often associated with study leave. In addition, the Ministry of Education wanted to ensure that teachers would not need to move from their duty stations to seek further education. They could remain at post and learn by integrating college work with their teaching work (Darling-Hammond, 1998) . DE has the potential to stem high attrition rates of teachers and reduce the migration of teachers from K-8 classrooms to high school or college classrooms after they have received higher qualifications and have gained additional experience.
The Center for Continuing Education of the University of Cape Coast (CCEUCC) introduced a three-year diploma in Basic Education (DBE) program in 2001 and by 2006 had 8,336 students at 18 study centers in all 10 administrative regions. It initiated post-diploma (P-DBE) programs in the 2005-2006 academic year (Brown, 2004; Ministry of Education, 2002 Ossei-Anto, 2003) .
Distance Education and Evaluation
Successful program development cannot occur without evaluation (Sanders, 2000) . The value of evaluation, especially pertaining to DE, has been variously discussed. Calder (1994) and Thorpe (1988) have suggested several important reasons for evaluation in DE. Evaluation helps distance educators to gather information about learners and their needs and desires. It is needed because DE is still in its embryonic innovative stage and pioneering activities are still taking place within the industry. It assists distance educators in thinking about what they are trying to do and what they hope to achieve as they implement programs and activities. Evaluation can also provide information needed by external bodies, funding agencies, businesses, colleges, students, and other clients who want to know if DE accomplishes what it sets out to do. The literature on evaluation of DE mostly deals with comparison studies of one mode over the other, mostly correspondence over traditional, face-to-face DE, or of one medium over the other.
Program evaluation is the systematic investigation of the worth of an ongoing or continuing activity. There are as many different models of or approaches to evaluation as there are philosophical underpinnings of definitions of evaluation. The needs of each particular program determine the evaluation model suitable for use (Simonson, 1997) . The literature suggests that professional evaluators usually prefer an eclectic use of parts of various models, as Madaus and Kellaghan (2000) state:
Each evaluation approach has its particular strengths that can help illuminate different aspects of a program. Within the limitations of the budget, pick and choose features from various models that can provide the best evidence to answer questions about the project. For example, consider combining test data from a goals-oriented approach, resource allocation data from the decision-oriented approach, and observational and interview data from the naturalistic approach. (p. 25)
The Nature of the Problem
Teacher preparation by the DE mode of delivery was introduced in Ghana almost a decade ago to accelerate the production of trained teachers and to enhance the quality of teaching in K-8 schools. No standard has been articulated to measure the success of the program. Evaluation is crucial to the development of any program (Mark, Henry, & Julnes, 2000) , yet despite the key role that evaluation plays in program development, no systematic formative program evaluation has so far been conducted in the country (Ministry of Education, 2002; R. Aggor, personal communication, May 15, 2005) .
The purpose of this study was to evaluate the distance teacher education program at the University of Cape Coast, Ghana's premier teacher preparation institution.
The Research Question
The research question was, "how well is a large distance education program fulfilling its purposes for teacher education in Ghana?" Specifically, are there discrepancies between the standards for the design of the distance teacher education program in Ghana and the actual performance in the field?
Theoretical Perspective and Research Model
The research question was answered using an objectives-oriented, quantitative evaluation study, based on an adaptation of Provus' discrepancy evaluation model (DEM) (Provus, 1971) . Provus developed this model for use as new programs were designed and implemented in the Pittsburgh public schools. He used a systems approach to determine whether program performance met accepted program standards. Provus conceptualized a three-step process of program evaluation: (a) defining program standards, (b) determining whether a discrepancy exists between some aspect of the program performance and the standards governing that aspect of the program, and (c) using discrepancy information either to change performance or to modify program standards.
In Provus' original model, the evaluator is involved in the design of the program as well as the standards for assessment, in consultation with stakeholders. With the design and standards in hand, she evaluates each of the five stages of the program, namely design, installation, process, product, and cost, by comparing the standards with the performance. The comparison often shows differences between standard and performance (i.e., expected and actual); this difference is called discrepancy. Discrepancy information is provided to the program staff, giving them a rational basis on which to make adjustments in their program (Provus, 1971) .
The DEM has been used in a variety of educational contexts. Householder and Boser (1991) included it in an assessment of the effectiveness of change in teacher technology education. Morgan (1999) used it to evaluate an educational technology program design and implementation in a community college in California. The Center for Evaluation and Research also used it to evaluate Oakland Unified School District's Urban Dreams Technology Challenge Grant Project (CER, 2001 ).
This study uses an adaptation of the DEM to evaluate an existing program at the University of Cape Coast, the largest such program in Ghana.
In preparation for stage one of the evaluation, the plan of the program was obtained from the University of Cape Coast. Following Steinmetz (2000) , a component analysis of the design was performed. The program was broken down into five major activities or components using Rumble's (2002) categorizations, namely student-teacher achievement, course material production, tutoring, classroom supervision, and administration. This provided a conceptual model, or a program map, which showed how the program looked and facilitated component analysis. It included (a) the inputs for the whole program (resources provided by the Ministry of Education, the University of Cape Coast, and the Commonwealth of Learning); (b) the process for the whole program (the development and implementation of distance teacher education); and (c) the output (i.e., to provide higher academic and professional training for basic school teachers, raise performance level of teachers, and equip teachers with skills for lifetime learning). It also includes the five components mentioned above (see Figure 1 
Program Narrative
The University of Cape Coast was established in 1962 and mandated to train graduate professional teachers for the country's high schools and to assist with training of teachers for the K-8 schools through its graduates, who teach in the Colleges of Education of Ghana. increase the number of qualified teachers in the basic schools to keep up with a recent expansion in enrollment in basic education and the need to improve academic and pedagogical competencies of the bulk of teachers in the basic schools. The Centre for Continuing Education was established to mount two programs to train teachers through distance education. By providing a viable distance learning program, the Centre seeks to achieve the following:
provide higher academic and professional training for teachers in the basic school, increase access to university education, raise the performance level of teachers in the basic schools and personnel of the Ghana Education Service, and equip students with knowledge and skills for lifelong learning. (CCEUCC, n. d.)
Methods and Procedure
The study sought to examine the perceptions of the teacher trainees as well as faculty/administrators to ascertain gaps, if any, between standards and performance of the distance teacher education program of the University of Cape Coast. This was done by administering two sets of questionnaires to two groups of people: students and faculty/administrators.
The Setting and Sampling
The research site, the University of Cape Coast in Ghana, has over 8,000 distant teacher trainees in its program, scattered across the country. They are involved in two programs: a three-year diploma in Basic Education (DBE), and a higher, two-year post-diploma degree in Basic Education (P-DBE). Student teachers from both programs were included in the study because the two programs together constitute the University's work in distance teacher education. Out of this total population, second and third year DBE students and all P-DBE students were used for this study, making a select population of 6,897. Responses from the student teachers from the two programs were not differentiated because the two programs are very similar and differ only in terms of the specific content of their courses, with the P-DBE following the DBE.
A random sample of 365 students and 186 (out of 350) administrators and faculty members were obtained. Two sets of survey questionnaires were developed and pretested by the researcher and were administered to the students and faculty/administrators with the help of coordinators at the various study centers. Usable returned questionnaires yielded a response rate of 41% of students and 42% of faculty/administrators.
Analysis of the Data
Returned questionnaires were manually entered into a spreadsheet and analyzed at two levels. First, descriptive statistics were calculated in the frequency count and percentage of responses for each item. These gave the number of respondents and the frequency of respondents who marked Strongly Agree, Agree, No Opinion, Disagree, and Strongly Disagree.
A second level of analysis of the data was done by collapsing the categories of responses to present the composite counts and frequencies of those who had either agreed or disagreed.
Stage One Evaluation
The first stage of the evaluation included deriving the design of the program from the documents provided by the university. The standards of the program were derived from the program design, from interviewing an official of the university, and from a review of the literature. Finally, the curriculum was assessed by two people, one with a Ph.D. in Education and the other with an Ed.D., both of whom have done extensive work in the area of curriculum. This phase of evaluation was crucial for it enabled the researcher to formulate the statements on the survey questionnaires to elicit the perceptions of the student body as well as the faculty/administrator group. It was determined that it was possible for CCEUCC to implement a viable program and that expert reviews found the curriculum appropriate for teacher education.
Stage Two Evaluation
The second stage of the evaluation measured installation of the program. An analysis of responses indicated that some issues needed to be dealt with in order to close the gap between the design and the installation of the program. The students' and faculty/administrators' positive responses were 63.74% and 58.18% respectively, and their average percentage was 62.59. This represented a relatively high rating of the installation of the program by both groups. However the low positive scores from respondents regarding two major issues, raised in the open-ended comments, indicated some discrepancy.
The first issue that needed to be addressed was the lack of computers with Internet connectivity at the study centers, which were meant to enhance research and easy communication among students and between students and course tutors. This was a concern for both students and faculty/administrator groups given that this item received the lowest positive response from both groups.
The second issue was the frequency and effectiveness of classroom supervision; this item received less than 50% positive response from student respondents. Two students suggested in the open-ended section that classroom supervision "needs improvement." However they failed to indicate the kind of improvement in supervision that was needed (which could be either the frequency of supervision, or the quality of supervision, or both). Nevertheless the students' response was confirmed by the faculty/administrator group who also gave a low rating (28.1% agreement) to a similar item on whether supervisors' reports are analyzed and used to improve the program. Three faculty/administrators suggested that there was the need for provision of vehicles at the various learning centers to enhance effective supervision, especially of studentteachers stationed in remote and inaccessible rural areas. This suggests that supervisors might be facing logistical problems and are therefore unable to perform their supervisory duties satisfactorily.
One more issue of concern to both student and faculty/administrator groups was the financial burden of the payment of tuition and the purchase of study manuals by the student teachers. This concern came from 18 student respondents and from two faculty/administrators on the openended section. It is the opinion of the researcher that this complaint stems from the fact that the government has traditionally provided scholarships and stipends for student teachers in the various Colleges of Education. Therefore student teachers involved in the program do not understand why the same benefit is not extended to them. The frustration of the student teachers about this was summed up by a statement from one of the respondents: "As a teacher in the classroom, I feel I should get support from the government."
Two students and one faculty/administrator expressed a desire for the distance learning program to be separated from the main university administration. Their reason was to enhance efficient management, indicating a lack of satisfaction with the way the program was managed. Faculty/administrators did not rate positively the item about whether learner information is collected, stored, and used on a consistent basis, again showing concern about a lack of efficient management of information storage and retrieval systems.
Also there was one comment each from a student and a faculty/administrator on the need to create more learning centers. Two faculty/administrators suggested that course tutors must be involved in course writing; and one faculty/administrator suggested that there should be more coordination between administrators and tutors.
Discussion of stage two evaluation. Tait (2000; suggested that student support services perform cognitive, affective, and systemic functions. The cognitive learner support function develops learning through the course materials and resources for students; the affective student support function provides an environment that helps students, creates commitment to learning, and enhances students' selfesteem; and the systemic learner support function establishes administrative procedures and information management systems characterized by efficiency, transparency, and studentfriendliness. Tait's systemic learner support function seems to be lacking in the implementation of the program. Respondents agreed that information gathering and an information storage system were needed. They agreed that supervisors and tutors did not collect information from students for transmission to headquarters to be stored and retrieved for further planning. According to an ADEA Report (2004), effective distance education requires the collection, maintenance, and use of learner information. The report further states that "management of information is neededmonitoring information will enable providers to identify and act to support inactive or at-risk learners" (p.13).
Furthermore, there seemed to be no supervision of the supervisors, who were charged with observation of the student-teachers in their classrooms to ensure that they were practicing what they were taught. On paper, supervisors were expected to visit students and to observe their teaching on a biweekly basis then write a report. However both student and faculty/administrator respondents agreed that this was not being done effectively. Faculty/administrators suggested that provision of vehicles at the study centers would enhance the work of supervisors, especially those who have to travel to distant rural areas where student teachers are stationed.
Stage Three Evaluation
The third stage of the evaluation measured the extent to which interim products compared with the standards. The interim products were identified as the course manuals, the materials distribution processes, the course delivery systems, and the student support systems. An analysis of the responses in this section of the questionnaire indicated that the students' positive response was 73.22%. Among faculty/administrators' 69.26% responded positively. The average positive response rate for both groups was 72.40%.
Two statements received positive responses lower than 50% in this section. The first is the item that indicated that the students would have liked to have had more contact with their course tutors, which received 82.9% agreement from students. This implied that only 17.10% were satisfied with the contact they had with their tutors. The second statement inquired whether the tutors returned graded assignments to them in a reasonable time, which yielded 45.5% agreement.
The percentages of faculty/administrators' positive responses were lowest on two statements: there is a time block earmarked for one-on-one interaction between instructors and students who need it, and course writers actually visit study centers and try to get feedback from students and course tutors on how their manuals are used. The former statement corresponds to the item on the student questionnaire that asked about students' satisfaction with the contact with their course tutors, which showed only 17% agreement.
Responses in the open-ended commentary section indicated that students felt that the courses were overloaded, and they had difficulty balancing their roles as adults, teachers, and students, a concern shared by one faculty/administrator. They also complained about the quizzes and examinations, saying that they were not given adequate time to complete them, and their complaints were not dealt with satisfactorily. This was also supported by faculty/administrators, who suggested more emphasis on staff development to enhance student support.
Another critical comment from both student and faculty/administrator groups was that course manuals were not properly edited, revised, and distributed, and that sometimes students did not receive their materials at the beginning of the semester.
In spite of these problems, the 71.24 percentage of positive responses in the questionnaires indicates a relatively small gap between perception of performance and standard. Thus both student and faculty/administrator groups rate the performance of the program highly.
Discussion of stage three evaluation. Tait's (2000; affective learner support function seems to be lacking in this program. A majority of student respondents agreed that they needed more contact with tutors (faculty), and tutors agreed they did not have a time block allocated to one-on-one contact with students during the biweekly face-to-face seminars at the study centers. This indicates that learners' need for more contact with course tutors seems to have been neglected in designing the program. In a situation where contact with tutors by way of email and telephone is difficult due to the inadequacy of information and communications technology facilities in the country (Butcher, 2003; Saint, 1999) and especially in rural contexts, this is a serious drawback. According to Tait, learner support should be personalized in such a way that learners' needs are responded to immediately. Zhao et al. (2005) observe that as a distance education program increases the opportunity for more interaction, it increases the chance of being better rated than its face-to-face counterpart. They again observe that distance education becomes more effective when there is a "live" instructor present, i.e., either occasional face-to-face contact or contact through an information technology medium. Thorpe (2003) suggested that learners need support in two areas: institutional systems and course materials. Institutional systems support includes publishing which courses are available, how to apply, how to make payments, etc., before, during, and after the course of study. Course materials support includes answering learners' questions on how to make sense of something in the course materials, how to complete a particular assignment, how to contact other students, and other related services. The program of the Center for Continuing Education of the University of Cape Coast needs to be strengthened in both areas of learner support. The second area of support emphasizes personal contact with tutors. Although provision has been made in the program for biweekly face-to-face seminars, there has been no provision for one-on-one student-tutor advising.
Open-ended responses indicated that there is no identified process of development and evaluation of course manuals. The implication is that only a few course writers were contracted to write the course manuals, and there was no mechanism for feedback from the course tutors and students who used them. Feedback about course materials from students, tutors, and study center coordinators must become a part of the materials revision process. This would help to make the course materials learner-centered, clear to the students, and self-explanatory. Furthermore, it is crucial to ensure efficient distribution of materials to students at the beginning of the semester in order to avoid wasting time.
Students need to be encouraged to be independent learners. The more independent students' learning becomes, the more competent they will feel and operate. This would decrease their need for access to their tutors (Grow, 1991; Wlodkowski, 1999) . Faculty responses indicated that approximately 70% encouraged their students to consider comments on their graded assignments as dialogue and 30% did not. This compares to student responses to a similar question about whether they regarded comments on their graded assignments as dialogue, to which 75% responded in the affirmative and 25% responded in the negative. Brindley (1995) suggested the end goal of learner support to be the enhancement of independent learners and empowerment of students, which is all the more pertinent in this program since students are adult learners and practicing teachers. They need to be guided to move through the three intermediate stages identified by Grow (1991) as dependent, interested, and involved towards the ultimate goal of self-directed learning. This is the only way they can move from Schon's (1987) knowing-inaction to reflection-in-action. It is important to develop effective, reflective teacher practitioners (Darling-Hammond, 1998) and to achieve the program's objective of equipping student teachers with the skills of lifelong learning.
Stage Four Evaluation
The fourth stage of the evaluation measured terminal products, the academic and professional competence of students. An analysis of student responses indicated that 78.05% of students' responses were positive. Almost all students (94.3%) agreed that the program contributed to their academic and professional development. The next highest percentage of positive responses was to the statement about whether they would recommend CCEUCC correspondence courses to their friends, relatives, etc. who are in the teaching profession, to which 80.5% responded positively. The statement that they prefer DE to classroom instruction yielded a rather low positive response of 41.5%. Positive responses by faculty showed that 93.8% agreed with the statement that the distance teacher education program has had a positive impact on teacher education in Ghana, and 90.6% agreed that the students were utilizing what they learned in the program in their classrooms.
The percentage of positive responses for the stage four evaluation was 78.05% for students and 92.2% for faculty/administrators, with an average percentage of 80.97%, which shows that both groups gave the highest rating to the stage four evaluation..
The comments of both student and faculty/administrator groups were very complimentary to the program. Both groups agreed that the program was helping to upgrade the professional and academic competence of the student teachers.
Discussion of stage four evaluation.
Students agreed that the distance education program contributed to their academic and professional development, and they would recommend the program to their friends and relations, yet, at the same time, they indicated their preference for a face-to-face program. This seems contradictory, but it is consistent with the literature. Alexander et al. (2003) reported that it took online students more time than students in traditional classrooms to complete course objectives. Allen et al. (2002) conducted a meta-analysis using 23 studies and concluded that while the difference in levels of academic achievement between students involved in both traditional and distance education is insignificant, both groups tended to prefer traditional education over DE.
Teaching has been considered to be a matter of skill rather than a matter of acquiring information. According to Shulman (2004) , teaching requires basic communication skills, content knowledge, and pedagogical skills. Yet both the students and the faculty confirm that a DE program has enhanced the professional capability of teachers. Perraton et al. (2002) affirm that teacher preparation mostly comprises a balance between four elements: improving general educational background, increasing knowledge and understanding of the content area, enhancing pedagogy and the understanding of children and their learning, and developing practical skills and competencies. Perraton et al. suggested that the underlying purpose of a particular teacher education program determines the proportion and mix of these elements, and where the emphasis has been to raise teachers' background education or where the program is designed to help experienced teachers learn about a new subject, classroom activities have not been given much emphasis.
In the case of practical skills acquisition in a distance teacher education program, the component of practicum has been considered to be very important. Perraton et al. (2002) have itemized different examples of distance teacher education programs, which show different levels of practicum compositions: (1) no practicum at all; (2) college-based micro teaching; (3) classroombased practicum as a separate block in a course, usually placed after academic blocks; (4) classroom-based practicum supervised by staff from college; and (5) classroom-based practicum under the guidance of a mentor within the school.
CCEUCC has contracted supervisors (trained teacher educators in regional and district offices of the Ghana Education Service) and tutors of training colleges to visit the student teachers' classrooms biweekly to observe the student teachers in action and to send reports to the Center. Teacher preparation at a distance has a potential advantage over traditional education because it is possible to integrate theory and practice by enabling practicing teachers to stay on the job while raising their skills. This might be the reason for the high rating of the program by the student teachers and faculty. The students who participated in this study are already involved in teaching, and therefore it is easier to transfer the concepts they are learning to the classroom. The positive responses for the participants in this study indicate that pre-service teacher education at a distance may also work as effectively if the practicum component is designed properly and is well supervised by experienced master-teachers.
Admittedly, the success of the program under review should be measured by principals, senior teachers, or outside evaluators, who would compare the teachers' effectiveness in the classroom with a control group, being their counterparts who did not benefit from the distance education. However, time and other constraints prevented this.
Conclusion
The distance teacher education program of the Center for Continuing Education of the University of Cape Coast (CCEUCC) is fulfilling its purpose of upgrading the academic and professional competence of a large number of teachers in the basic schools in Ghana, raising their performance level and equipping them with skills for lifelong learning. The gap between these objectives and the program's performance, as perceived by students in the program, faculty, and administrators, is not so big that it cannot be closed. Constant review of performance is needed to completely close the gap. Further, this program would be enhanced if students and tutors were able to provide feedback to the course writers about the manuals of instruction.
Nevertheless, CCEUCC has proven that teacher preparation at a distance is effective. Distance education is feasible over a broad geographic area. It enables students to obtain the necessary education without disrupting the life and work of students. Distance education can provide an effective and efficient solution to the perennial shortage of trained teachers in both developed and developing worlds.
This study adds to the body of literature on the effectiveness and comprehensiveness of Provus' discrepancy evaluation model as a well tested systemic approach to the evaluation of academic programs.
Recommendations
The conclusion of this study has several implications for the CCEUCC specifically. Distance learning is a lonesome endeavor and the policy makers need to do whatever they can to ensure the provision of adequate learner support services in order to reduce the transactional distance between the learner, the tutor, and the administrative personnel. Since CCEUCC is providing a distance learning program in a developing country, it needs to seek to reach the optimum level of learner support in view of the limited availability of information and communication technology.
Successful program development cannot occur without evaluation (Sanders, 2000) . CCEUCC therefore needs to add evaluation to the program, for without evaluation there is no feedback from the clients and other stakeholders. Without evaluation, the program cannot be aligned to the needs of the clients and stakeholders, and their satisfaction cannot be guaranteed.
Independent, self-directed, lifelong learning does not take place automatically (Brindley, 1995; Grow, 1991; Knowles et al., 2005; Wlodkwoski, 1999) . Without independence and self-direction, distance learners cannot successfully achieve their goal of learning; therefore, providers of distance education need to develop a deliberate policy towards developing these attributes in their clients. CEUCC needs to include more learner-centered strategies into their teaching methodology. This will empower distance learners to own their learning and to assume more responsibility for their own success.
More broadly, the conclusions of this study suggest that distance education can be very effective with sufficient investment in time and planning. The major areas of administration, course production, learner support, classroom supervision, choice of appropriate media, evaluation, and its end product of student achievement require adequate investment in resources and planning.
Educational systems facing a shortage of professionally trained teachers should strongly consider DE. It has been proven to be very effective if it is well planned and implemented. The literature shows that it has worked effectively in training teachers all over the world, developed and developing, including Africa, Brazil, Britain, China, Columbia, India, Indonesia, and the South Pacific. DE is suitable for both initial teacher education and continuing professional development. It has the added advantage of keeping teachers at post so they do not have to leave their jobs while receiving further professional development. DE has helped to bring education to the doorsteps of students who are unable to meet their educational needs in conventional institutions.
Appendix A

Students Survey Instrument
Please indicate your answer to the following items based on your experience with the Center for Continuing Education of the University of Cape Coast Distance Education program which you are currently involved. Circle the position that best represents your opinion. 
